Methods textbooks play a role in socializing a new generation of researchers about ethical research. How do undergraduate social research methods textbooks portray harm, its prevalence, and ways to mitigate harm to participants? We conducted a content analysis of ethics chapters in the 18 highest-selling undergraduate textbooks used in sociology research methods courses in the United States and Canada in 2013. We found that experiments are portrayed as the research design most likely to harm participants. Textbooks overwhelmingly referred to high-profile, well-known examples of harmful research. Chapters primarily characterize participants as at risk for psychological and physical harm. Textbooks engage in detailed discussions of how to avoid harm; informed consent figures prominently as an essential way to mitigate risk of harm. We conclude that textbooks promote a procedural rather than nuanced approach to ethics and that content in ethics chapters is out of step with scholarly research in research ethics.
In sociology, research methods are seen as a core part of undergraduate and graduate student training, and typically, research ethics are treated as an integral part of the curriculum for methods courses (Keith and Ender 2004) . Learning about research ethics may powerfully shape how students understand the process of social science research, conduct research, and address ethical dilemmas in their current and future teaching and research. However, few studies examine how ethics are covered in textbooks (McSkimming, Sever, and King 2000; see also Meisel 2008) . Despite the frequency with which academics report encountering ethical dilemmas in their research (e.g., McEvoy, Enright, and MacPhail 2015; Miller et al. 2012; Murray 2003; Pfeffer and Rogalin 2012; Tilley and Gormley 2007) and the importance of shaping students' ethical judgment, ethics are frequently covered in a perfunctory way. According to McSkimming et al. (2000:51) , "it is common for professors to merely gloss over ethical issues at the end of their research methods classes, or to exclude them completely" (Hagen 1997 ; see also Trautner and Borland 2013) . Much of undergraduate teaching about ethics downplays the ethical dilemmas of current research projects. Instead, undergraduate teaching gives undue attention to what Hagen (1997) terms "ethical horror stories," such as Humphreys ' (1970) study of tearooms or Zimbardo's (1973) prison experiment. In so doing, methods textbooks and courses may emphasize the mechanics of research without calling due attention to the full array of ethical and moral quandaries underpinning academic inquiry (Swauger 2011; Shostak et al. 2010) . While methods are seen as a vital component in undergraduate training, the extent to which 711230T SOXXX10.1177/0092055X17711230Teaching SociologyDixon and Quirke
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In this article we assess content presented in sociology research methods textbooks. Insofar as methods courses are mandatory and textbooks are still a mainstream means of content delivery, they are a chief source of information about the discipline and an important pedagogical resource (Landrum, Gurung and Spann 2012; Mesa and Griffiths 2012; Puentes and Gougherty 2013) . Textbooks may "drive the curriculum," as faculty may structure their coverage of topics according to what is covered in available textbooks (Mesa and Griffiths 2012) . Methods textbooks play a role in socializing and sensitizing a new generation of researchers and students about ethical research and academic integrity (Trautner and Borland 2013) . As such, textbook discussions of ethics should be closely examined. We explore the messages expressed by ethics chapters and the degree to which textbook content aligns with scholarly research. We examine how ethics are portrayed in research methods textbooks and ask the following: (1) What harms are discussed in undergraduate research methods textbooks? (2) What harm reduction strategies are explored?
METHODS TEXTbOOkS AND THE PrObLEM Of "TWO SOCIOLOgIES"
Researchers have pointed to a gap between textbook content and academic research (Best and Schweingruber 2003; Dixon and Quirke 2014; Hamilton and Form 2003; Puentes and Gougherty 2013; Suarez and Balaji 2007) . Hamilton and Form (2003:708) call this incongruence the problem of "two sociologies." Textbooks frequently contain outdated material inconsistent with current research and concepts that have been debunked by newer academic research. They often fail to discuss "missing terms," or relevant concepts that one would expect to find (Best and Schweingruber 2003:103; Featherstone and Sorrell 2007) . With regard to research ethics, for example, McSkimming et al. (2000) found that in their analysis of methods textbooks, institutional ethical oversight was rarely discussed, despite its centrality in the research process. The "operating rule" for textbooks is simplicity, as they evoke broad generalizations and avoid "complexity, nuance, and detail" (Hamilton and Form 2003:708) . So, while conducting research is a complex endeavor and the practice of research ethics is often nuanced, textbooks typically seek to promote stark contrasts while presenting topics in an uncomplicated fashion.
Another concern is that textbooks espouse a procedural, as opposed to a nuanced, view of research. Rather than a more reflexive practice, "procedural ethics" primarily focuses on seeking approval from institutional review boards (IRBs), with consideration of ethics largely relegated to a "formality, a hurdle to surmount to get on and do the research" rather than "ethics in practice"-"the everyday ethical issues that arise in the doing of research" (Guillemin and Gillam 2004:263) . This procedural approach is characterized by a largely unreflective emphasis on "form filling" or rule following (Allen 2008) . As Murphy and Dingwall write (2007:2231) , "When ethics becomes institutionalized rulefollowing replaces a commitment to working out the 'right thing to do' as researchers negotiate the complex moral territory of fieldwork."
An implication of the procedural orientation is that students are not receiving comprehensive lessons regarding research ethics or applying critical thinking skills to ethical issues (Ballard, Boeri and Lepadatu 2013; Taylor and Patterson 2010) . The worry is that IRB applications may be completed more as ritual and ethics not considered carefully throughout the research endeavor from problem selection to dissemination of results. As Swauger (2011:498) points out, As we busy ourselves satisfying the IRB and teaching our students to get through the process, that is, as we "orient [our] consciousness and actions in relation to institutional ethical oversight" (Taylor and Patterson 2010, p. 11) , we lose opportunities to acknowledge, discuss, and confront the real ethical issues we face in our research. We must move beyond our fear of, acquiescence to, and confrontation with IRBs toward a deeper understanding of the ethical conundrums that emerge in our work.
As a consequence of the focus on procedural ethics, students may not gain a nuanced understanding of the role of ethics in research (Ballard et al. 2013; Swauger 2011) . We wondered whether textbook discussions of research ethics reinforce procedural ethics.
To what sorts of content are students exposed? Do textbooks foster a "deeper understanding of the ethical conundrums?" (Swauger 2011:498) . The "doing of ethics" is a complex, nuanced process that plays out over the course of a project from its design stage to the dissemination of findings, and "harm" is a multifaceted concept. We suggest that the textbook coverage of research ethics may suffer from the problem of "two sociologies," to the extent that it is out of step with the realities of conducting research as chronicled by sociologists.
Research Ethics: Contexts, Continuity and Constraints
The extensive literature on research ethics highlights that there is a good deal of discussion about several key areas, including the (1) emergence of new contexts for research (e.g., online); (2) application of holistic approaches to understanding ethics, rather than a focus on ethics as a series of isolated events in research; (3) challenges of applying a set of one-size-fits-all ethics guidelines; and (4) difficulties of applying core ethical principles and (5) relations with IRBs.
The emergence of new contexts for research, such as online repositories and social media (e.g., Twitter, Facebook, blogs), has motivated researchers to ponder how to ethically examine large volumes of user-generated Internet data (Lunnay et al. 2015; Wilkinson and Thelwall 2011) . As HesseBiber and Griffin (2013:45) consider, "To what extent do traditional ethics rules apply, once research moves online? How, for example, does the meaning of informed consent change as new forms of online interaction arise? What is the meaning of confidentiality in a cyber environment?" (see also Markham 2008; Wilkinson and Thelwall 2011) . As new technologies allow easier access to online data, ethical dilemmas emerge regarding how to collect and analyze data while maintaining respondents' privacy.
Researchers have argued that research ethics should be treated continually and "holistically," throughout all stages of the research process, rather than as a momentary or one-time consideration (Holland, Williams, and Forrester 2014; Shaw 2008) . While most attention focuses on avoiding harm during data collection, ethical issues permeate and unfold beyond the research design stage and throughout the entire research process, including the dissemination of findings (Ballard et al. 2013; McAreavey 2014; Shaw 2008) . As Shaw (2008:401) notes, writings regarding the principles or codes of research ethics portray the application of ethics as "largely initial business, sorted and settled in the early phases of the research." As Holland et al. (2014) argue, for qualitative research in particular, ethical decision making is "worked out in the field" rather than simply managed earlier in the planning stages. While textbooks may focus on ethical practice as events, such as obtaining informed consent, scholars advocate for ethics to be considered as a process, continuously, rather than contemplated and dispensed with as part of the initial stages of research.
The application of core ethical principles, such as informed consent and anonymity, can be problematic across multiple, divergent contexts (Guillemin and Gillam 2004; Saunders, Kitzinger, and Kitzinger 2015; Tilley and Gormley 2007) . Tilley and Woodthorpe (2011) chronicle the difficulty of preserving anonymity in qualitative research, highlighting the inherent tension between the pressures to disseminate data widely while retaining participant anonymity. Saunders et al. (2015) deliberate about how much identifying information to suppress in reporting interview data without draining salient data of their meaning (Saunders et al. 2015:624) . Wood (2006) struggled to reconcile a goal of ensuring that semiliterate participants were able to give informed consent without alienating them from participating in field research. As such, core ethical principles-such as anonymity, confidentiality, and informed consentcan be difficult to apply amid the complexities of research, particularly, qualitative research.
The application of ethics principles is rarely a one-size-fits-all approach. Particular research approaches, such as participatory action research, ethnography, and public sociology, can contain specific challenges not shared by other approaches (Hannem and Tigchelaar 2016; Khanlou and Peter 2005; Munoz and Fox 2011; Murphy and Dingwall 2007) . For example, as participatory action research involves "the blurring of the researcher and researched roles," and researchers and participants function as "co-researchers," understandings about interpretation and ownership of the data become more complex (Khanlou and Peter 2005:2339) . Despite these differences, IRBs tend to apply requirements as though these differences were unimportant.
A substantial body of literature has emerged examining researchers' relationships with IRBs and ethics guidelines (Blee and Currier 2011; Haggerty 2004; van den Hoonaard 2011) . Researchers have raised concerns about how ethical principles are translated into IRB requirements and how IRBs have unnecessarily constrained some forms of research (Lincoln and Tierney 2004) . Researchers have demonstrated that some approaches, such as ethnography and participatory action research, are far more difficult to get clearance from IRBs because, in part, it is difficult to anticipate risks, and IRBs can have trouble comprehending qualitative projects (Khanlou and Peter 2005; Murphy and Dingwall 2007) . Additionally, researchers have demonstrated that some research topics, such as sexuality or projects that involve vulnerable populations, are extremely difficult to get through ethics review (Newmahr and Hannem 2016) . A consequence of this is that some research is unduly constrained to the point it is impossible, or at least impractical, to undertake and still adhere to the fundamental principles of the methodological approach. These studies make clear that the differences across methods need to be attended to when developing ethics guidelines and regulating research endeavors.
DATA AND METHODS
We included 18 books with chapters on research ethics (see Table 1 ). The textbooks were published between 2003 and 2013; the median and mean publication year was 2010. They represent 26.6 percent of the total market share of textbooks used in sociology research methods courses in Canada and the United States in 2013. Textbooks ranged in market share from 3.8 to 0.2 percent.
We obtained a list of the best-selling research methods textbooks in sociology courses offered at Canadian and American universities from Pubtrack Higher Education, which keeps data on textbook sales. The textbooks we examined are all required books in sociology methods classes. We excluded study guides, custom courseware, or books that were not general social science research methods textbooks, such as ones that featured only qualitative (e.g., ethnography) or only quantitative (e.g., survey) research or that focused on specialized topics, such as questionnaire design.
We used e-book versions for 16 chapters, and for two older textbooks, we scanned hard copies, converted these with optical character recognition software to create text files, and imported all chapters into NVivo 10 software for analyzing qualitative data. We developed a coding scheme that consisted of predetermined and emergent codes. Initially, both authors and a research assistant coded one chapter separately; each examined the chapter line by line, adjusting the codes as needed, so that we were in agreement about how to code the remaining chapters. A research assistant coded all chapters. While coding, we adjusted the coding scheme to accommodate aspects of the text that were not present in the initial coding scheme. Once passages of text are coded, NVivo software calculates the proportion of a chapter's text that is devoted to a theme or topic. The analysis incorporated both manifest and latent content. Data regarding the prevalence of themes and the proportion of each chapter devoted to specific topics were gleaned by coding manifest content, such as examples of harm (e.g., Milgram 1963; Humphreys 1970) . Because manifest coding indicates how much attention a topic receives, and latent coding examines material for underlying meanings of various concepts and words, coding for both is advisable (Krippendorff 2012 (2014); and Frankfort-Nachmias and Nachmias (2007) point out that ethical problems can occur in a variety of situations and across a range of data collection methods, from focus groups to experiments. Questionnaires or surveys are generally cast as the most ethical or innocuous form of data collection. Singleton and Straits (2011) cite survey research as less likely to harm participants, compared with experiments or research in natural settings, where anything could happen. Questionnaires are presented as relatively transparent, involving little to no deception; they can ensure anonymity, safeguard privacy, and protect participants from risk. Anonymous questionnaires are idealized as posing "few ethical problems," with respondents portrayed as motivated to answer surveys out of interest (Schutt 2011:89) . Informed consent is seen as exceptionally clear; if participants submit a survey, they consent to participate (e.g., Adler and Clark 2011). As Babbie (2014:70-71) quips, you would have to be "an experienced con artist" to dupe respondents into completing a long questionnaire "without letting on that you were conducting research." Yet, other authors note that surveys can harm people by asking about illegal behaviors or other embarrassing events (e.g., Babbie 2014; Singleton and Straits 2011) .
Experiments are cast as the most potentially harmful method, as "the researcher manipulates or does something to the subject more than in observational or survey research" (Babbie 2014:73; Neuman 2011) . Authors point to more stringent IRB-informed consent requirements as evidence of experiments' inherently perilous nature. Experiments are cast as risky (e.g., Babbie 2014; Neuman 2011; Singleton and Straits 2011), as they "put people in uncomfortable or embarrassing situations," sparking "vociferous complaints and years of debate about ethics" (Schutt 2008:95) . Ill-fated experiments, such as Milgram's (1963) and Zimbardo's (1973) , are held up as particularly egregious examples.
Some authors attempt to mitigate experiments' bad reputation, noting that there is nothing inherently harmful about them. Singleton and Straits (2011) state that the research question, not the method, places participants in harm's way, with research into "negative aspects" of human behavior, such as cheating, being potentially harmful to respondents (Singleton and Straits 2011) . Another chapter posits that participants may be "intrigued" to be part of an experiment, even if deceived (Chambliss and Schutt 2013) . A handful of authors emphasize that harm in the social sciences is rare. Bryman (2012:138) points out that textbooks may use an "extreme example to illustrate a point" when, in reality, experiments are very rare in social research.
General and Specific Harm: Psychological, Physical, Legal, and Social
All 18 textbooks discussed generalized harm or risk, where no specific type or example was described. For instance, Bryman, Bell and Teevan (2012:193) note, "The first priority of a social researcher should be to ensure that the people being studied are not harmed by their participation." Textbooks also include detailed discussions of particular types of harm, notably, psychological, physical, legal, and social.
The most common type of specific harm was psychological, with all 18 chapters detailing instances of psychological harm. For instance, Babbie (2014:73) notes that social research can diminish participants' psychological well-being: "Respondents may be asked questions that elicit anxiety, dredge up unpleasant memories, or cause them to evaluate themselves critically." The most common types were embarrassment, stress, and betrayal of trust. Authors documented that participants may be distressed at their own admitted bigoted attitudes or from remembering negative experiences. Participants may feel embarrassed even after findings are published, if they feel they have been presented in a negative light by the researcher.
Seventeen textbooks discussed physical harm. The most commonly mentioned physical harm was the simulated shocks that participants in Milgram's (1963) experiments believed were administered to other "participants." Participant injuries and deaths were also discussed in light of high-profile unethical research, including the Tuskegee syphilis study. Less commonly, deaths were mentioned related to other research, such as ill-fated medical trials in developing countries (Bouma et al. 2012) . Physical pain, injury, and death were not linked to social science research.
Legal harm was the third most common type. All but one textbook discussed harm (e.g., arrest, criminal charges, being sued) linked to participants' illegal activity. Textbooks emphasized the risk to participants if researchers are compelled to provide evidence of participants' criminal activity to courts or law enforcement. Textbooks also advocate that researchers should seek legal advice before some types of data collection if they may witness, or become involved in, unlawful activity. Social harm that may damage relationships, diminish social standing or reputation, or threaten employment status was discussed in 9 of the 18 textbooks. Five textbooks discussed relationships being threatened by disclosure of personal information, while four discussed stigma or discrimination, as with Laud Humphreys' (1970) study of men who had sex with men in public washrooms (Bryman 2012) . While physical harm and injury are extremely rare in sociological research, and participants may be at much more risk for social harms, textbooks gave disproportionate coverage to physical harm, offering much less discussion of social harms.
Specific Examples of Harm: "Horror Stories" and How Not to Do Research
Textbooks tend to offer up two types of examples of harm: high-profile, egregious harm and lowerprofile harm. Textbooks overwhelmingly feature decades-old, high-profile, extreme examples of "ethical horror stories" (Hagen 1997) , such as the Stanford Prison Experiment. These prominent, stark examples of harm have a number of elements in common: they are particularly egregious, they feature easily identifiable moral issues, they clearly violate current norms of ethical principles, and they garner a lot of discussion within textbooks. Textbooks also discuss lower-profile examples featuring moral dilemmas that are not as readily apparent. For instance, Ragin and Amoroso (2011) point to a survey that asked graduate students about their experiences with sexual assault as possibly bringing up negative feelings for some respondents.
In our sample, 15 of 18 textbooks discussed specific examples of "ethical horror story" harm to participants. Five high-profile examples are frequently referenced: (1) Stanley Milgram's "obedience" study, (2) Laud Humphreys' "tearoom trade," (3) Zimbardo's Stanford Prison experiment, (4) the Tuskegee syphilis study, and (5) Nazi experiments. Three notable characteristics of these research examples are that they represent dramatic illustrations of unethical research practice/ethical dilemma, they occurred between 40 and 75 years ago, and they involve research practices that may not receive widespread use in sociological research.
The most frequently discussed example of harm was Milgram's (1963) "obedience" psychology experiment; on average, the 15 chapters that discussed Milgram devoted 4.75 percent of their text to it. Fifteen chapters referenced Laud Humphrey's (1970) "tearoom trade," devoting an average of 2.5 percent of the chapter text to describing it. Twelve mentioned the Nazi experiments (1939) (1940) (1941) (1942) (1943) (1944) (1945) , 12 discussed the Tuskegee syphilis experiments (conducted 1932-1972) , and 11 referenced Zimbardo's 1971 Stanford prison study (Zimbardo 1973) . Essentially, these examples of harm are depicted as cautionary tales (see Best 1990) .
Chapters also commonly mentioned lesserknown examples of harm to participants. Sixteen chapters referred to "other" examples of harm (e.g., dilemmas faced by researchers when they may be subpoenaed or pressured to reveal their data to authorities, with the implication that this disclosure may harm participants). These 16 chapters devoted an average of 5.7 percent of their text to this discussion. These lower-profile, lesser-known examples of harm tend to refer to either biomedical research or studies conducted 40 or more years ago. Much less frequently, authors refer to contemporary examples, disproportionately from outside the social sciences. Ragin and Amoroso (2011) offer the only mention of a sociological study conducted in the past decade, a brief reference to sociologist Venkatesh's (2008) ethnographic work as potentially placing his research participants at risk for harm. Overall, harm examples tend to center on research carried out many decades ago, with textbook authors largely failing to feature methods that sociologists typically use to collect data. The lack of coverage of contemporary examples is surprising given the ethical dilemmas that researchers have described (e.g., Hannem and Tigchelaar 2016; Holland et al. 2014; Meisel 2008; Murray 2003) .
Reducing Risk of Harm to Participants
One topic that garners substantial attention is how to reduce risk of harm. All 18 chapters included a discussion of how risk of harm to participants can be reduced, devoting an average of 17 percent of their text to the topic. Textbooks identified key safeguards meant to ensure that harm to participants was minimized.
Informed consent: The ticket to ethical research.
Among the safeguards that textbooks covered, informed consent received the majority of coverage. All 18 textbooks offered informed consent as an important means to minimize risk of harm to participants. The chapters cover the principles underpinning informed consent: that prospective participants have sufficient understanding of the research so they can make an informed decision, that they are competent to make a decision, and that their decision to participate is voluntary. As well, authors discuss rationales for obtaining informed consent. Drawing on examples, they note the ethical and moral violations that occur when participants did not give informed consent. For instance, with regard to Milgram's experiments, Singleton and Straits (2011:53) state, "The subjects showed many obvious signs of stress; indeed, one subject had a convulsive seizure that made it necessary to terminate his participation. Milgram, in turn, was severely criticized for not protecting his subjects from potential harm." Informed consent is characterized as a standard, widely accepted, indispensable step in conducting ethical work. Babbie (2014) characterizes the ethical norm of "no harm" to participants as formalized in the concept of informed consent, closely linking the concepts together. Singleton and Straits (2011:54-55) go so far as to say that once informed consent is in place, participants are "protected from harm." Authors also point out that informed consent is a key part of complying with federal guidelines and IRB requirements. For example, in a statement typical of other textbooks, Bouma et al. (2012:157) note that research must be carried out "according to stated ethical principles. . . . These ethical principles require that participants in the research must be able to give informed consent to being part of the research." The narrative concerning informed consent also goes into detail regarding the use of informed consent forms, containing practical advice about the elements to include in these forms. Nine textbooks suggested a list of topics to include when seeking consent from would-be participants, and four textbooks offered examples of forms.
While there is a great deal of information for the reader concerning the underpinnings of informed consent and the ethical and moral obligations to obtain consent, which we would expect given its importance, there is little discussion of using informed consent in practice. This is not to assert that authors do not recognize that obtaining informed consent can be challenging, if not impossible, under some conditions (e.g., covert field research or with special populations). Eight textbooks recognize this point. For example, FrankfortNachmias and Nachmias (2007:76) state, "[i] nformed consent should not, however, be made a universal requirement for all social science research. Although desirable, it is not an absolute necessity in studies where no danger or risk is involved." Despite recognizing this issue in obtaining consent, the texts do not provide coverage of other key issues that scholars have described as complicating obtaining consent. The texts do not discuss that for many projects, especially qualitative projects, informed consent is a process that extends throughout the life of the project rather than a discrete act at a project's outset (McEvoy et al. 2017) ; how the uncertainty of what direction field research will go can make anticipating risks challenging, if not impossible (Haggerty, 2004; Swauger 2011) ; how the timing, or what Murphy and Dingwall (2007:2228) refer to as the "positioning of risk," in an ethnographic study can negate, or at least imperil, the protections that informed consent offers participants as harm often occurs well after data collection is complete; or how cultural context can affect consent (Tilley and Gormley 2007) .
"Telling them the truth afterward": Debriefing and other ways to avoid harm. Thirteen of 18 textbook chapters discuss debriefing as a part of the research process when deception is used. Their statements are matter of fact; debriefing is touted as an effective counterbalance to discomfort experienced during research. Chambliss and Schutt (2013:47) argue that debriefing can even substitute for "fully informed consent." Babbie (2014:81) briefly questions whether debriefing subjects is "sufficient to ameliorate any possible harm." Nevertheless, textbook authors as a group explain that debriefing, including counseling if necessary, can help to mitigate harm to participants.
IRBs and other helpful tools to mitigate harm. Sixteen textbook authors point to IRBs as bodies that review research proposals in an effort to protect participants from harm. Textbook authors emphasize the purpose of IRBs in the research process, their historical origins, their link to government laws and funding, and that it is critical for researchers to receive clearance before conducting research. Generally, the textbooks describe what can be called the "first step" in the ethics review process: submission of an application for IRB review. Creswell's (2014:95) description is typical: "As a researcher, you will need to file an application with the IRB that contains procedures and information about participants so that the committee can review the extent to which you place participants at risk in your study." However, the texts rarely go beyond this directive, neglecting to offer information about the range of decisions IRBs make or how researchers respond to IRB decisions (Newmahr and Hannem 2016; Taylor and Patterson 2010) . Textbooks largely prompt readers to be compliant with IRBs. Glicken (2003:222) emphasizes the dire legal consequences of evading ethics oversight: "If you stray from the approved research procedures . . . without first informing the committee, you are liable for any legal action brought against you. It's doubtful if the university will support you." Occasionally, textbook authors discuss that complying with IRB approval requirements can be difficult for researchers, but this discussion tends to be brief and followed by a much longer narrative emphasizing how vital compliance is.
Largely absent in the textbooks are references to scholars' critiques of IRBs. Only three chapters critically discuss difficulties of complying. Ragin and Amoroso (2011) highlight difficulties with ethics oversight, arguing that IRBs' overregulation undermines academic freedom and promotes selfcensorship. However, these chapters stand out for their critical discussion of IRBs in contrast to textbooks' overwhelming tenor, which promotes compliance with IRB policies. For example, Babbie (2014:67) notes ethics oversight can be "troublesome and inappropriately applied," and similarly, Bryman et al. (2012:194) mentions that it can occasionally be "overly restrictive," but both texts quickly return to the theme that IRBs are critically important for protecting participants. Bryman et al. (2012:205) go on to state that while researchers may disagree with ethics policies, "they still must do everything they can to comply with them."
The texts tend to portray an incomplete picture of researchers' relationships with IRBs, in which the difficulties of complying with IRBs are deemphasized or absent. This contrasts sharply with the substantial body of scholarly literature that describes the complex, and sometimes difficult, relationship between researchers, in particular, qualitative researchers, and IRBs (e.g., Haggerty 2004; Lincoln and Tierney 2004; Munoz and Fox 2011) .
Textbook authors also point to anonymity/confidentiality and personal qualities (e.g., training, integrity) as factors that protect participants from harm. Ensuring privacy is protected is paramount within discussions of alleviating risk or harm to participants. Textbook authors advocate taking measures to ensure confidentiality, such as using pseudonyms (Adler and Clark 2011) and aggregating data to mask individual attributes (Babbie 2014; Babbie and Benaquisto 2013; Bouma et al. 2012; FrankfortNachmias and Nachmias 2007) . Textbooks convey that, yes, terrible things can happen to participants, but one can reduce potential for harm by relying on helpful tools, such as using data anonymously and employing conscientious researchers:
Emotional distress . . . is a possibility in all studies of human sexuality. Respondents may be asked questions that elicit anxiety, dredge up unpleasant memories, or cause them to evaluate themselves critically. Researchers can reduce the potential for such distress during a study by using anonymous, self-administered questionnaires or welltrained interviewers and by wording sensitive questions carefully (Babbie 2014:72-73 ).
Babbie is not alone in his suggestion that personal qualities, such as being credentialed, being well trained, or having integrity can minimize risk of harm to participants. Adler and Clark (2011) argue that researchers' own "professional competence [and] integrity" can mitigate risk. Neuman (2012:53) suggests that the "best preparation for ethical behavior" includes adopting "a serious professional role, and to interact regularly with other researchers." Textbooks urge would-be researchers to be increasingly sensitized to ethics. Babbie and Benaquisto (2013:71) advocate "personal agonizing" over the planning of research design and being attuned to participants' stress during an interview (see also Creswell 2014) .
With the exception of outrageously unethical behavior, often having taken place decades ago, researchers are portrayed in textbooks as conscientious, professional, and fully aware of ethical norms. This represents the vast majority of scrupulous, ethical researchers. However, as much as researchers' own personal qualities help to ensure participants' health and well-being, there are few mentions of how difficult a task this can be. In contrast, scholarly literature points to fundamental challenges in trying to balance participants' wellbeing with the objective of achieving research goals (Guillemin and Gillam 2004; Murray 2003; Saunders et al. 2015; Tilley and Woodthorpe 2011) .
DISCUSSION
Our work demonstrates the considerable degree to which popular research methods textbooks diverge from scholarly work. They include few examples of current ethical dilemmas. For example, there is scant coverage of the challenges of applying ethical principles to online contexts. They rarely discuss the application of ethics holistically, in such a way that the practice of ethics is integrated into all phases of research from design to dissemination. Though there is a great deal of literature that lays bare the unique ethical challenges of particular research approaches (e.g., ethnography), textbooks often portray the uniform application of ethical principles. IRBs and their practices are, for the most part, framed uncritically, despite critiques regarding how IRBs interpret and put into practice ethical guidelines (e.g., Haggerty 2004) .
The concept of harm is a multifaceted, though some types and degrees of harm are overrepresented in the textbooks. Current scholarly research calls attention to such issues as how ethical principles can be applied in new research contexts, including the thorny issues of privacy and confidentiality when using online data or "big data" (HesseBiber and Griffin 2013; Lunnay et al., 2015) . Textbooks highlight high-profile, egregious examples of research malfeasance, offering few examples of current sociological research that harms participants. Moreover, these high-profile examples focus on physical risk, despite the rarity of physical harm in sociological research. While older "horror stories" undoubtedly have value for teaching students, textbooks do not present the panoply of potential harm to participants who participate in current social science research studies. As such, these ethical horror stories resemble "atrocity tales," in that they have come to typify unethical research, despite their extreme nature (Best 1990) .
Textbook discussions of mitigating harm to participants are largely reduced to considering ethics in isolation, as something to think about primarily at the outset of a project, instead of something that should inform every step of the research project. For example, methods textbooks call attention to the importance of obtaining informed consent, keeping respondents' identities confidential, and debriefing participants. However, ethical issues are not treated as problematic for other stages of the research, such as data analysis and dissemination. Current scholarly research (e.g., Holland et al. 2014 ) urges researchers to shift from an episodic orientation to ethics that is often focused on the early stages of research to one in which researchers focus on "ethics in practice" (Guillemin and Gillam 2004 ) that considers ethics holistically as something to be confronted continuously throughout all stages of a research project.
While current scholarly research demonstrates that core ethical principles, such as informed consent and anonymity, can be difficult to enact in a research setting (Saunders et al. 2015; Tilley and Woodthorpe 2011; Wood 2006) , this is not made plain in the textbooks we examined. Authors provide minimal coverage of contexts, problems, and disputes that are unique to some methods, such as participatory action research and ethnography (Guillemin and Gillam 2004; Munoz and Fox 2011) . By not exploring how ethics plays out in diverse methodological approaches, the textbooks reproduce the notion that the application of ethical principles and guidelines can be a "one-size-fits-all" approach.
Textbook chapters present readers with information about the origins, importance, and functioning of IRBs, all of which foster students' learning about the role of IRBs in the research process. However, the coverage is unbalanced. The chapters largely portray IRBs as without controversy, discuss compliance with IRBs as relatively unproblematic, and tend to focus on the "first step" in ethics review. Sociologists-particularly, qualitative researchers-have raised concerns about the influence of IRB requirements on social research (Haggerty 2004; van den Hoonaard 2011) . One implication of this is the reinforcement of a prevailing attitude, which is that ethics is mainly about ethics review. In contrast, scholars such as Blee and Currier (2011) argue that ethics review is only one part of research ethics.
Based on our findings, there is misalignment between what is in the texts and the issues covered in current sociological literature regarding ethics. We see evidence of "two sociologies" (Hamilton and Form 2003) . In their current form, the textbooks generally reinforce a "procedural ethics" orientation rather than attention to "ethics in practice" (Guillemin and Gillam 2004) . We think students would greatly benefit from more coverage of ethics in practice. Integrating more knowledge from the contemporary writings on research ethics into textbooks would provide a more comprehensive, richer view of research ethics with lessons that are informed by historical and contemporary ethical dilemmas, challenges of enacting principles, and debates about the practice of research ethics.
Recommendations to Professors Teaching Research Ethics
Textbooks provide only a partial picture of research ethics and contemporary ethical dilemmas that researchers may encounter during their research. The study's findings suggest that professors should be prepared to go beyond the textbook material regarding ethics in research methods to provide a more comprehensive approach. Moreover, textbooks can be modified to reflect the current writing about ethical dilemmas/debates (e.g., examples of thinking about research ethics holistically, critical examinations of informed consent and IRBs). Modifying textbooks is a challenge that is acknowledged as easier said than done (Stambaugh and Trank 2010) . Faculty can "teach against the text" and bring in extra materials/previous experience to foster nuanced discussions and understanding of research ethics (see Hood 2006) . Several professors have shared their techniques for teaching research ethics. These involve hands-on strategies partly intended to "enhance their understanding of ethical behavior beyond 'right' and 'wrong' and to begin broadening their definition of ethical behavior to involve critically thinking about all stages of the research process" (Teixeira-Poit, Cameron, and Schulman 2011:246) .
One teaching technique that may prove useful involves walking students through all the steps of a project (i.e., selection of a research topic to the communication of results) in which the professor discusses the ethical issues that can "crop up" during a research project (Sweet 1999; Teixeira-Poit et al. 2011) . This would include instruction regarding "big questions" about ethical and moral questions in research, such as "Who are researchers protecting?" "How are participants' interests in participatory action research protected?" and "What are the ethics of representation when writing up results?" (Haggerty 2004; Tilley and Gormley 2007) . It would also include how the application of ethical principles differs among research techniques, such as experiments, surveys, interviews, and field research. A second technique is to put students in the shoes of members of an IRB and ask them to assess an ethics application, an exercise that Sweet (1999) has suggested. A third suggestion is to foster a discussion of ethical issues using the cases that researchers have presented that explore ethical dilemmas in research (such as possessing "guilty knowledge") and how they were resolved (or not) and asking students, "What would you do?" Key takeaways would be that there are unique characteristics of different methods, one size does not fit all, and researchers need to consider ethics holistically.
CONCLUSION
Our examination of the content of sociology research methods textbooks yields insights about the presence and extent of what Hamilton and Form (2003) refer to as the "two sociologies" problem and, importantly, where we need to close the gap between the two so our students are reading content in their texts that reflects current scholarship. The gap we have identified is most pronounced in the harms covered and the ways to reduce exposure to harm. Textbooks covered the physical, psychological, legal, and social harms that may affect participants. However, the focus was disproportionately on physical harm and often using examples that were decades old and not from sociological research projects.
The textbooks cover several harm reduction strategies. In the narratives concerning these strategies, the textbooks offer a good deal of information about the principles underpinning these strategies, their origins, and the importance of their role in the research process. However, there is limited coverage of how these strategies operate in practice. For example, there is minimal attention to the difficulties of applying the principle of informed consent across diverse methodological approaches. There is an extensive, thriving body of literature that examines the practice of ethics in the course of social research. We suggest that more balanced coverage of research ethics could be generated if more of this literature is integrated into research methods textbooks.
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